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Abstract
Anxiety that learners encounter while speaking in the foreign language classrooms is
considered to be one of the most effective problem that can prevent learners from learning the
target language. This quasi-experimental study aims at finding the sources of speaking
anxiety learners feel in the foreign language classroom, and investigates the effect of using
specific teaching strategies on mitigating this feeling. In order to do that, 79 female Saudi
English foreign language learners, at their first year in the college of economy, participated in
this study. The data were collected through a questionnaire and interviews that were analyzed
quantitatively and qualitatively. The participants were randomly divided into two groups
experimental and control group. The teaching strategies were used with the experimental
group only during the second term of the year 2014. However, the same material and time
was given to the control group in order to achieve the goal of this study. The analysis of the
collected data revealed a number of issues causing foreign language learners’ speaking
anxiety. Furthermore, the use of specific teaching strategies helped in alleviating and
reducing the speaking anxiety felt by the foreign language learners’ and encouraged them to
use the target language. As a result, foreign language learners in the experimental group
showed great improvements in their willingness to speak and participate in different tasks and
activities in their foreign language classroom.
Key Words: SL - FL – Classroom – Language Anxiety – Speaking Anxiety –
Teaching Strategies
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ملخص
التوتر والقلق الذي يواجهه المتعلمين خالل التحدث في صفوف اللغة األجنبية منن احند كثرنر المكن ثل التني تمننعهم منن تعلنم
اللغة المستهدفة .تهدف هذه الدراسة التجريبية إلن إستقصن المصن رر المسنببه لكنعور المتعلمنين لن لقلق والتنوتر فني صن
اللغة األجنبينة .إضن فة إلن تحنري كانر اسنتراتيجي ي تعليمنه محندر للن التخفين

منن هنذا الكنعور .ومنن كجنل تحقينق لن

ش رثت  79ط لبة سعورية يدرسن اللغة اإلنجليزية في سنتهن األول في ثلية اإلقتص ر فني ج معنة اإلمن ح محمند لنن سنعور
اإلسالمية في هذه الدراسة .قد ت جمع البي ن ي لن طرينق اسنتخداح اسنتب نه و إجنرا المقن لالي وتحلينل هنذه البي نن ي ثمين
ونولي ن  .تننم تقسننيم المك ن رث ي لكننوا ي إل ن مجمننولتين تجريبيننة وض ن ل ة .ولتحقيننق الهنندف مننن هننذه الدراسننة كل يننت
المجمولت ن نفس المن ر خنالل الوقنت نفسنهو ول نن ثن ن اإلخنتالف الوحيند إسنتخداح اإلسنتراتيجي ي التعليمنة منع المجمولنة
الض ل ة فقط خالل الفصل الدراسي الر ني من الع ح  .2014اظهر تحليل البي ن ي التي تم جمعه لدرا منن العوامنل المسنببة
لقلق وتوتر المتعلم ي خالل التحدث ل للغة األجنبية .ولالو لل
التخفي

ل س لد استخداح اإلسنتراتيجي ي التعليمنة المحندر للن

والحد من شعور المتعلم ي ل لقلق والتوتر خالل التحدث ل للغة األجنبية وشنجعتهن للن اسنتخداح اللغنة المسنتهدفة.

ولينت النتن

كن متعلمن ي اللغنة األجنبينة فني المجمولنة الضن ل ة قند اظهنرن تحسنن ثبينرا منن خنالل اسنتعدارهن للتحندث

والمك رثة في األنك ة والمه ح المختلفة في ص

اللغة األجنبية.
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Chapter 1
Introduction
Learning a second or foreign language can be a frustrating process where learners
often encounter many obstacles which can prevent them from acquiring the target language.
Most of the second and foreign language learners agree that speaking in the target language
can be one of the most anxiety-provoking activities they face in language learning
classrooms. Furthermore, learning a second or foreign language does not depend on learning
or memorizing the rules only; it affects learners’ emotions and how they react towards this
process (Occhipinti, 2009).
In 1986, Horwitz, Horwitz and Cope introduced the concept of ‘Foreign Language
Anxiety’. According to them, language anxiety is a “distinct complex of self-perceptions,
beliefs, feelings, and behaviors related to classroom language learning arising from the
uniqueness of the language learning process” (Horwitz et al, 1986. p.128). Moreover,
language anxiety has been associated with Krashen’s Affective Filter. Krashen (1985) stated
that ESL/EFL learners might not acquire the target language due to the existing of a “mental
block” caused by the feeling of anxiety towards the foreign language learning process.
According to Young (1990), debilitating language anxiety can have profound
consequences on language learning process. It can create avoidance behaviors in learners’
attitudes toward ESL/EFL learning. Furthermore, Motoda (2005) asserted that debilitating
effects of ESL/EFL can be shown in the learners’ feeling of confusion when using the target
language, or skipping the SL/FL classes.
In addition, Price (1991) asserted that speaking in the target language is the most
frustrating experience for ESL/EFL learners. Speaking in the target language can be
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considered to be the greatest source of anxiety in ESL/EFL classrooms. Hence, of the four
language skills that learners need to acquire, speaking seems to be the most anxiety
provoking skill (Price, 1991).
Many scales were introduced to measure language learning anxiety such as Horwitz,
Horwitz and Cope’s (1986) Foreign Language Classroom Anxiety Scale (FLCAS) and
Young’s (1990) questionnaire of the source of second language speaking anxiety.
In this study, the aim was to examine foreign language anxiety faced by learners in
foreign language classrooms. The study took place at Al-Imam Muhammad Ibn Saud Islamic
University at the Collage of Economies in 2014. Seventy-nine students participated in the
study by answering a twenty-one item the questionnaire which was adapted from Young’s
(1990) three section questionnaire. Moreover, six students were interviewed in order to get
more insights into the causes of EFL speaking anxiety.
The goals of this study are to inspect the sources of the foreign language learners’
speaking anxiety, and whether the use of specific teaching strategies can help in reducing
their speaking anxiety. To address these goals, data were collected by using a twenty-one
item questionnaire and interviews with a random sample of participants who responded to the
questionnaire.
1.1. Statement of the Problem
EFL learners may face various problems that can affect their learning ability and
achievement. Speaking anxiety can be considered one of the most common problems students
face in their foreign language classrooms. It can affect the FL learners’ willingness to learn
the target language and prevent them from acquiring it completely. Being a FL learner and a
FL teacher, the researcher herself faced this problem as a student and saw its effect on her
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students. For this reason, the researcher was interested in investigating the effect of using
anxiety reducing teaching strategies on minimizing FL learners’ speaking anxiety.
1.2. Purpose of the Study
This study aims at examining the effectiveness of using specific teaching strategies on
reducing EFL learners’ speaking anxiety. This study focuses on finding the sources and the
factors that arouse the feeling of anxiety, stress or embarrassments which FL learners may
experience while speaking in foreign language. This study also seeks to link these sources
with the learners’ trial to keep their self-image, the language learning process, and the
situation in which the foreign language learners need to use the language.
1.3. Significance of the Study
EFL learners’ level of anxiety while speaking the target language in the FL classroom
is said to be high (Horwitz et al, 1986, Young, 1990, Tanveer, 2007& Al-Saraj, 2013). The
present study will illuminate the causes L2 speaking anxiety experienced by Saudi female
students. The study will also provide a number of strategies which language teachers can use
to make foreign language classrooms less stressful for their learners, and help them achieve
their goal of learning the target language.

1.4. Research Questions
As stated earlier, this study aims at finding the sources of L2 speaking anxiety in foreign
language classrooms, and examining the effectiveness of using specific teaching strategies in
reducing such anxiety. The research questions that guided this study are as follows:
1- What are the sources of L2 speaking anxiety that Saudi female learners encounter in
foreign language classrooms?
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2- How do EFL Saudi learners perceive the use of specific teaching strategies in
reducing their speaking anxiety?

1.5. Definition of Terms
The following terms will be used in the present study:
Language anxiety (LA): a distinct complex of self-perceptions, beliefs, feelings, and
behaviors related to classroom language learning arising from the uniqueness of the language
learning process (Horwitz et al, 1986. p.128).
Foreign language (FL): language learned while living in a community where the target is not
spoken as a first language.
Second language (SL): language learned while living in a community where target is spoken
as a first language.
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CHAPTER 2
Literature Review
2.1. Introduction
In learning a second or a foreign language, L2/FL learners may face many difficulties
which can prevent them from successfully acquiring the target language. In order to
understand why these difficulties have a negative impact on the language learners,
researchers have conducted studies to investigate this matter in depth. According to Horwitz,
Horwitz & Cope (1986); Young (1990), anxiety experienced by second or foreign language
learners is considered one of the major problems most L2/FL learners encounter in acquiring
the target language. Language learning anxiety can affect learners’ ability to achieve their
goals and performance in the foreign language classroom.
This chapter reviews research related to second and foreign language learning anxiety.
Then, it will shed light on some definitions related to anxiety in language learning
classrooms. It also identifies the different types of second and foreign language learning
anxiety. The second section of this chapter will investigate the role of second and foreign
language teachers in facilitating foreign language classrooms. Moreover, some anxietyreducing teaching strategies will be investigated. This chapter will conclude with a third
section on previous Saudi studies on foreign language learning anxiety.
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2.2. Foreign Language learning Anxiety
2.2.1. Foreign Language learning Anxiety
In the past few decades, researchers have attempted to explain the relationship
between anxiety and second or foreign language acquisition. While some researchers suggest
a relationship between anxiety and second/foreign language acquisition, others suggested that
there is no relationship between them (Horwitz, Horwitz & Cope, 1986; Scovel, 1978;
Young, 1990; Young, 1991). In 1978, Scovel pointed out the contradictory results researchers
reported in finding relationships between anxiety and second/foreign language acquisition.
He attributed this inconsistency in previous findings to the lack of adequate definitions and
appropriate instruments used to measure anxiety (Scovel, 1978, cited in Occhipinti, 2009).
However, Horwitz, Horwitz, and Cope (1986) proposed their situation-specific
anxiety construct which they called ‘Foreign Language Anxiety’. According to them,
students' negative reaction towards language learning was a result of foreign language
learning anxiety. Furthermore, they presented an instrument to measure this anxiety, known
as the Foreign Language Classroom Anxiety Scale (FLCAS). This scale has been used by a
large number of studies on foreign language learning anxiety, and has also been the starting
point for many other anxiety measurements such as Young’s (1990) Foreign Language
Speaking Anxiety Scale (Gregersen, 2003; Burden, 2004 & Occhipinti, 2009).
In addition, two different definitions have been introduced by researchers:
"facilitating anxiety" and "debilitating anxiety". Facilitating anxiety is defined as “the
positive forces that lead students to become more motivated toward language learning”
(Occhipinti, 2009. P.12). This means that ESL/EFL learners deal with language tasks in a
more rational way step by step, facing no problem interpreting any messages.
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On the other hand, debilitating anxiety involves the opposite. It makes L2/FL learners
pull out themselves from any language task, and adopt avoidance behaviors to language
learning. According to Horwitz, Horwitz, and Cope (1986), anxiety can prevent language
learners from communicating in language learning classrooms. Thus, high anxious students
usually avoid communicating difficult or personal messages in the foreign language.
Moreover, Motoda (2005) classifies the debilitating effects of foreign language
learning anxiety into two categories: 1) failure or confusion such as forgetting what L2/FL
learners have learned which make them feel tense, and 2) avoidance of excessive efforts such
as skipping classes or studying too much (Motoda, 2005).
2.2.2. Trait, State and Situation Specific Anxiety
During the past decades, researchers have presented different perspectives in
classifying anxiety in language learning classrooms. Some researchers associated this tension
to the learners’ personality and how they react in various situations, while others consider
some situations as the reasons for provoking anxiety (Spielberger, 1983; Maclntyer, Gaedner,
1991; Horwitz, 2001; Gregersen, 2003 &Woodrow, 2006). However, MacIntyre and Gardner
(1991) identified three main approaches to the study of anxiety: (a) Trait Anxiety, (b) State
Anxiety, and (c) Situation Specific Anxiety (cited in Occhipinti, 2009; Woodrow, 2006).
(a) Trait Anxiety
Trait anxiety is the general level of anxiety that is characteristic of an individual.
Moreover, Spielberger (1983) stated that "trait anxiety may be defined as an individual's
likelihood of becoming anxious in any situation." (Occhipinti, 2009. P.14). A trait anxiety
person would likely to feel anxious in several situations.
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(b) State Anxiety
State anxiety is a sense of stress or nervousness that can be experienced at a particular
moment in time, as a response to a definite situation (Occhipinti, 2009; Woodrow, 2006).
This type of anxiety reflects a temporary feeling of anxiety a person encounters when
receiving a threat.
Researchers such as Spielberger (1983) tried to develop trait anxiety in order to
establish a relationship with state anxiety (Spielberger, 1983, cited in Occhipinti, 2009). As a
result, the State Trait Anxiety Inventory (STAI), which is a measurement of both trait anxiety
and state anxiety, was introduced. It was created in order to assess different types of anxiety.
(c) Situation Specific Anxiety
The third type of anxiety is the situation specific anxiety. It is considered to be a trait
that recurs in specific situation (Woodrow, 2006). Furthermore, researchers (Maclntyer,
Gaedner, 1991; Horwitz, 2001) in language learning anxiety indicated that in language
learning environment anxiety is considered to be a situation specific, because it is a trait
which recurs in language learning situation setting.
2.2.3. Components of Foreign Language learning Anxiety
In 1986, Horwitz et al. presented a clear description of the components of foreign
language anxiety (Occhipinti, 2009). They considered language learning anxiety to be in
connection to performance evaluation within academic and social context. They drew
parallels between language learning anxiety and three types of performance anxiety: (a)
communication apprehension; (b) test anxiety; (c) fear of negative evaluation (Horwitz et al.,
1986). The explanation of these components will lay the foundations for the concept of

9
second/foreign language learning anxiety by providing an insight to comprehend the source
of where anxiety originates from.
(a) Communication Apprehension
Interestingly, most of speech communication studies investigated the reasons behind
L2 learners' avoidance or fear of oral communication (Tanveer, 2007). Moreover, research on
speech communication has pointed out the effect of anxiety on the learner's willingness to
communicate and produce "communication apprehension" (McCroskey, 1978, cited in
Young, 1991). Therefore, communication apprehension was defined as "a type of shyness
characterized by fear or anxiety about communicating with people" (Horwitz et al., 1986.
P.127). Daly et al. (1997) described communication apprehension as "people's willingness to
approach or avoid social interaction" (Daly et al., 1997. P.21; cited in Occhipinti, 2009). The
focus of this thesis is on L2 speaking anxiety which will be described in more detail than the
other two components: test anxiety and fear of negative evaluation.
Horwitz et al. (1986) asserted that ordinarily shy learners with high self-conscious
might find communicating in the foreign language less anxiety-provoking activity. They
might feel "as if someone else is speaking" (Horwitz et al., 1986; Occhipinti, 2009).
However, the opposite can be true. A talkative relaxed learner using his mother tongue may
become shy and less comfortable when using the target language.
In addition, many researchers (Daly et al., 1997; Caccioppo, Glass & Merluzzi, 1979)
have revealed a negative relationship between communication apprehension and self-esteem.
In other words, anxious learners have a tendency to underestimate their ability to speak in the
target language and focus on their failure instead of their success (Gregersen. 2003).
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Furthermore, communication apprehension can prevent L2/FL learners form asking
questions in the classroom. Daly et al. (1997) stated that learners with communication
apprehension might not talk in front of the class, nor participate in classroom activities, and
that they may even wait until the end of the lecture to ask questions (Daly et al., 1997; cited
in Occhipinti, 2009). This may be due to the learner's limited knowledge of the foreign
language (Tsiplakides & Keramida, 2009).
(b) Test Anxiety
Test anxiety is the second type of the performance anxiety. Horwitz et al., (1986:127)
defined test anxiety as "a type of performance anxiety stemming from a fear of failure."
L2/FL learners consider foreign language classrooms as the most provoking anxiety
environment due to the continuous evaluative nature of the foreign language learning.
Unfortunately, for high anxiety learners, foreign language learning anxiety involves being
frequently evaluated by the instructor who supposed to be the only fluent speaker in the class
(Horwitz et al., 1986).
(c) Fear of Negative Evaluation
Fear of negative evaluation is the third type of the performance anxiety. It is "an
apprehension of others’ evaluations, distress over negative evaluation, avoidance of
evaluative situations, and the expectations that other would evaluate oneself negatively"
(Occhipinti, 2009).
There is a difference between fear of negative evaluation and test anxiety. Although,
fear of negative evaluation is not limited to testing situation, it can happen in any social
evaluative situation, such as speaking in front of people in a foreign language classroom
(Horwitz et al., 1986; Tanveer, 2007; Occhipinti, 2009). Moreover, it is much broader than
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test anxiety. This means that L2/FL learners might receive evaluation not from the teacher
only, but also from the other learners as well (Shams, 2006; Tanveer, 2007).
In this Foreign Language Anxiety, Horwitz et al. (1986) believed that there are other
components that can describe foreign language learning anxiety. They stated that "we
conceive foreign language anxiety as a distinct complex of self-perceptions, beliefs, feelings,
and behaviors related to classroom language learning arising from the uniqueness of the
language learning process." (Horwitz et al,. 1986. P.128)
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2.3. Anxiety in Foreign Language Classroom
2.3.1. Foreign Language Learning Anxiety and the Affective Filter
Krashen (1985:81) proposes the existing of "a mental block" which prevents L2
learners from fully acquiring the target language. This is known as the "Affective Filter."
L2/FL learners may understand what they hear but the input might not reach what is called
the ‘Language Acquisition Device’ (LAD)1. Researchers such as Horwitz et al. (1986) and
Krashen (1985) asserted that this might happen when the learner is unmotivated, anxious, or
lack self-confidence.
As confirmed by various studies (Horwitz et al., 1986; Krashen, 1985; Kleinmann,
1977; MacIntyre & Gardner, 1991; Aida, 1994) anxiety can be described as an affective
factor which has a negative influence on second/foreign language learning and production.
This might be attributed to the distinctive features of the second/foreign language. Thus,
L2/FL learners need to acquire new linguistic rules and use these rules in their performance
of the target language. Frequent mistakes in performance may put L2/FL learners in a
vulnerable situation in which they may be criticized or negatively evaluated (Tsui, 1996,
cited in Occhipinti, 2009). Furthermore, Aida (1994) stated that FL teachers are concerned
with the impact of anxiety on the affective filters and how it can prevent L2/FL learners from
achieving a high level of language proficiency. Thus, it is important for the teacher to create a
non-threatening environment in the language classroom to reduce the chance of having a
mental bloke.

1

Language Acquisition Device (LAD) presented by Chomsky in the 1960s as a device effectively present in the

minds of children by which a grammar of their native language is constructed (Matthews, 2007. P.214).
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2.3.2. Teacher as Facilitator
While most researchers (such as Horwitz et al, 1986; Tsiplakides & Keramida, 2009;
Gregersen, 2003) interested in second/foreign language anxiety agree on the presence of
second/foreign language speaking anxiety in language classrooms, teachers still have a
problem in identifying anxious students. Language teachers often attribute the L2/FL
learners’ unwillingness to speak in class to factors such as lack of motivation, low
performance, or negative attitudes (Tsiplakides & Keramida, 2009). However, it is the
responsibility of language teachers to recognize the sources and the causes of anxiety
students face in foreign language classrooms, and try to find solutions in order to overcome
this problem. According to Horwitz et al (1986), language teachers have two options when
dealing with anxious L2/FL learners: 1) helping them learn to cope with anxiety provoking
situations, and 2) making the learning context less stressful (Horwitz et al, 1986).
2.3.3. Anxiety and Motivation
Many researchers investigated the relationship between anxiety and motivation, and
the effect it has on acquiring the target language efficiently (Dörnyei, 2001; Dörnyei &
Skehan, 2003). Motivation is considered to be one of the affective factors that influence
foreign language learning (Wong, 2012).
Although some research findings showed a negative correlation between motivation
and foreign language learning (Gardner, Day & MacIntyre, 1992), other studies found that
students who are highly motivated to learn a foreign language are less anxious and vise versa
(Tsiplakides & Keramida, 2009). Due to the fact that most studies were conducted to
investigate the effect of motivation on the second language learning, Schmidt et al. (1996)

14
focused on the foreign language learning. They conducted a study to investigate the effect of
motivation on foreign language learning. The findings of their study suggested the existing of
three basic dimensions to motivation for learning a foreign language, labeled as affect, goal
oriented, and expectancy. According to Schmidt et al. (1996) motivation is related to learning
strategies and preferences for certain types of classes with specific learning skills. Students
who scored high on the affect dimension of motivation welcomed communicative classes,
while those with low scores tended to reject the communicative classes (Wong, 2012). Hence,
motivation can encourage students to communicate and be less anxious toward the learning
process.

2.3.4. Anxiety Reducing Strategies
Various studies on language learning anxiety have investigated the impact of anxiety
reducing strategies on second/foreign language learning and have suggested some practices
that can help FL learners reduce their foreign language anxiety (Foss & Reitzel, 1988;
Crookall & Oxford, 1991; Ellis & Sinclair, 1989; Gregersen, 2003; Tsiplakides & Keramida,
2009).
In 1988, Foss and Reitzel presented a number of anxiety reducing techniques related
to personal and interpersonal anxiety. They argued that if L2/FL learners were able to
recognize their fear of foreign language learning, they would be able to deduce anxiety
provoking situations and deal with that in a realistic way. Hence, Foss and Reitzel (1988)
recommended that the teacher should ask the learners to verbalize their fears and write them
on the board. By doing this L2/FL learners can see that they are not the only anxious students
in the classroom (Young, 1991).
Crookall and Oxford (1991) offered several approaches to reduce anxiety in language
classrooms. Activities, such as small group work, pair work, games, simulations and
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structured exercises, can help shift the communication pattern of the classroom away from
being teacher-learner approach to a more interactive one (Shams, 2005).
Some researchers (e.g. Ellis & Sinclair, 1989; Crookall & Oxford, 1991) pointed out
the importance of addressing L2/FL learners' anxiety directly. One way of achieving this is
by training FL learners to cope with their anxiety. Ellis and Sinclair (1989) explained that
“learner training aims to help learners consider the factors that affect their learning.... It
focuses their attention on the process of learning so that the emphasis is on how to learn
rather than on what to learn” (Crookall and Oxford, 1991:144, cited in Shams, 2005. P.28).
Crookall and Oxford (1991 cited in Shams, 2005) suggest using what they called
"Agony Column." In this activity, learners participate in an editorial simulation where they
take on three roles: themselves (language learners), an "agony aunt" (like a Dear Abby), and a
counselor. In the first phase of this activity, L2/FL learners write letters to "Agony Column"
in which they express any anxieties they have over language learning. Then, in groups of
three or four, learners play the role of "Agony Aunt." They read and discuss a few of the
letters and focus on providing advice to each other on how to reduce anxieties. In the third
phase of this activity, learners function as counselors. The letters are returned with their
replies and, still in small groups, learners discuss their anxieties and react to replies and
accuracy of advice given. The final phase consists of a debriefing session where the focus is
on feedback from the groups, with one representative from each group serving as the group
voice (Young, 1991). Consequently, this activity can help L2/FL learners spot their anxiety,
which can be considered an important step toward working it out.
In another study, Gregersen (2003) suggested that L2/FL learners need to understand
that mistakes are an essential part of learning. She stressed on the importance of error
tolerance, and how it can help learners cope with anxiety. In addition, Tsiplakides and
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Keramida (2009) suggested some interventions to reduce foreign language speaking anxiety.
They recommended interventions such as project work and establishing a learning
community and a supportive classroom atmosphere. They argued that incorporating project
work in the teaching and the learning process of the foreign language can help the anxious
and non-anxious learners have equal opportunities to use the target language in a nonthreatening context. Hence, by creating a supportive classroom atmosphere (where errors are
considered as part of a process towards acquiring the foreign language) can help FL learners
overcome their fear of negative evaluation.
Finally, Patterson (2013) presented fluency-building activity as a way of helping FL
learners acquiring the target language and reduce their anxiety. Many definitions of fluencybuilding (FB) have been presented over the years (Hedge, 1993; Nation, 1992; Nation, 2008,
Skehan, 1996). Skehan (1996) defined FB as "the learner’s capacity to produce language in
real time without undue pausing or hesitation" (p. 22). According to Nation (1991), fluency
can be described as “having ready access” (p. 1) to knowledge you already possess. The
implication of this, he notes, is that “…from the very first day of learning a language, you can
be fluent in the small amount of language you already know” (Nation, 2008, Patterson, 2013.
P. 4). By using fluency-building activity, such as asking learners to move around and share
personal information with their classmates, learners will able to interact with most of their
classmates, and this might help reduce their anxiety and shyness while speaking in the target
language.
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2.4. Foreign Language Learning Anxiety in Saudi Arabia
Few studies (Al-Saraj, 2013; Hamouda, 2012; Al-Sobai, 2005) have been conducted
to investigate the effect of foreign language anxiety on Saudi learners’ speaking skill. AlSaraj (2013) investigated the concept of anxiety experienced by Saudi female students from
different backgrounds. She relied on students' backgrounds as the source of information used
in her study. She illustrated that some factors such as the teacher, teacher-student interaction
and fear of negative evaluation can cause language learning anxiety. Moreover, in her
investigation of the relationship between social context and foreign language learning
anxiety, Al-Saraj (2013) found out that anxieties emerged from the social context of the
classroom.
In another study, Hamouda (2012) asserted that although most of the foreign language
learners desire to speak the target language and use it to interact with others in the
second/foreign language classroom, they would remain silent due to anxiety and other
factors.
Drawing on the results of Foreign Language Classroom Anxiety Scale (FLCAS)
administered on students from four different levels of speaking courses, Al-Sobai (2005) has
argued that oral performance can always be a problematic area for foreign language learners
in Saudi Arabia. Furthermore, she stated that the L2/FL learners' level of anxiety might never
decrease regardless of how many speaking courses they take. Hence, foreign language
teachers should take this into consideration when providing strategies to reduce learner's
anxiety in language classroom.
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In conclusion, the present study aimed at examining the effect of using specific
teaching strategies on reducing FL learners’ speaking anxiety. Several studies have
investigated the source of speaking anxiety FL learners encounter in the foreign language
classrooms. Other studies have focused on the EFL teachers’ role in reducing their learners’
speaking anxiety. Furthermore, previous researchers have emphasized the effect of speaking
anxiety on the acquisition process of the foreign language. The studies mentioned in this
chapter supported similar concepts of what the present study aimed to achieve. A proper
methodology was selected to answer the research questions, and will be discussed in the
following chapter.
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CHAPTER 3
Methodology
In this chapter, the design of the present study, the participants, the instruments, the
procedures, and the data analysis methods are presented.
3.1. Research Design
This is a quasi-experimental study that was conducted to examine the effect of using
specific teaching strategies on reducing FL learners’ speaking anxiety. Two research
questions were addressed in this study: 1) What are the sources of L2 speaking anxiety that
Saudi female learners encounter in foreign language classrooms? 2) How do EFL Saudi
learners perceive the use of specific teaching strategies in reducing their speaking anxiety?
In order to answer these research questions, data were collected using Young's (1990)
questionnaire and interviews with the participants. The results were analyzed quantitatively
and qualitatively. The study took place at Al-Imam Muhammad Ibn Saud Islamic University
at the College of Economies in 2014. The participants were divided randomly into two
different groups: experimental and control group. The two groups studied the same book
during the same time; however, the teaching strategies were applied on the experimental
group only.
3.2. Instruments
Two instruments were used in this study: (a) a questionnaire and (b) Interviews.
(a) Questionnaire
To investigate Saudi female students' level of speaking anxiety, a questionnaire was
administrated to both the experimental group and the control group twice at the beginning of
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the second semester of the academic year 2014 before applying the teaching strategies and at
the end of the semester after the application of the strategies. The questionnaire which was
administrated to the participants in Arabic “their mother tongue” was adapted from a
previous study questionnaire (Young, 1990)2 (See Appendix A), translated into Arabic, with
some background specific questions being added. These questions included information
about the participants’ age, the number of years they studied English and their perceptions
toward their own English language oral skill.
Furthermore, the participants were requested to rate twenty-one statements, and were
asked to express their level of anxiety for each statement based on a five point Likert Scale
(ranging from strongly disagree = 1, disagree = 2, neither agree nor disagree = 3, agree = 4,
and strongly agree= 5) (See Appendix B).
(b) Interviews
To identify the sources of learners’ speaking anxiety, semi-structured interviews with
the participants were conducted twice: at the beginning of the semester before applying the
anxiety-reducing teaching strategies and at the end of the semester, after the application of
the strategies. By interviewing the participants, the researcher was able to get more
information about the participants’ background experiences with language learning anxiety,
and the participants were able to elaborate more on their experience and clarify their point of
view on the effect of the strategies on reducing their FL speaking anxiety.
Furthermore, a random sample of six participants from both groups was interviewed
separately. They were requested to answer ten questions related to the sources of L2 speaking
2

In 1990, Young introduced a three section questionnaire. The first section asked the students to agree or
disagree with 24 items related to general FL class anxiety. The second section asked the students to rate their
anxiety level in face of 20 different in class activity. The last section of the questionnaire asked students to
specific instructors’ behavior and characteristics that reduce anxiety in class.
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anxiety and whether or not the teaching strategies that had been applied reduced their FL
speaking anxiety (See Appendix C). This gave the participants a chance to clarify and explain
their answers on the questionnaire when needed.
3.3. Participants
To investigate the causes of FL learner’ speaking anxiety, an experimental group and
a control group were requested to participate in this study. The sample consisted of seventynine Saudi female students between the ages of 18-20 years, in their first academic level
majoring in Economics at Al-Imam Muhammad Ibn Saud Islamic University in Riyadh. All
the participants learned English for at least six years. The participants studied English for six
hours during the second semester of 2014 as college prerequisites, three of these six hours
were taught by the researcher herself.
The researcher explained to the participants the nature of the study and its purpose.
Moreover, she clarified the importance of their participation to the study. The subjects were
requested to participate without pressuring them in any way. Furthermore, she asserted that
the identity of the participants would remain confidential, so that they would be as honest as
they could. Upon agreeing to participate in the study, they were requested to sign forms to
prove their consent to participate in the study.
3.4. Anxiety Reducing Teaching Strategies
Based on the feedback of ten learners who were interviewed in the pilot study (See
Section 3.5), the following strategies were used.
(a) Fluency-building
According to the pilot study interviews (in Section 3.5.1.), most of the participants
stated that their classmates opinions about how they used the target language might have
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affected their willingness to speak in the target language, especially if they did not know their
classmates well. In order to address this problem, fluency activities were used in the main
study.
Fluency building activity is a good way to start a foreign language class. It was used
at the beginning of the foreign language classroom for the first three classes of the semester,
so the researcher was assertive that the majority of the learners in the classroom were familiar
with their classmates.

(b) Turn-taking
Answering questions in the target language can be stressful for most of the FL
learners. In order to reduce this stress, participants in the study were asked to take turn
answering speaking tasks. By doing that, the learner would not feel pressured to speak all the
time due to the presence of other learners who would take turns answering questions or
completing tasks in their textbook such as filling in the blanks, or discussing any given
topics.
(c) Group work
The study participants were put into seven groups with seven participants in each
group to perform tasks in their textbook, discussing a given issue or sharing learning or
personal experience. Groups were from mixed abilities and were given equally challenging
tasks so the participants would feel less self-pressured and equal to each other. However, the
participants needed to understand that this was not a competition, and that they needed to
work collaboratively in order to achieve any given task.
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(d) Error correction
To reduce learners' anxiety towards speaking in the target language, the researcher
explained to the participants that there was no problem with making mistakes while speaking.
When a participant made a mistake, the researcher gave her another chance to provide the
correct answer. For example the researcher asked one of the participants if she could say the
answer again. By doing that the participants were less anxious to speak because they knew
that they had another chance to provide the correct answer. If the participant made a
grammatical mistake, the researcher would say that the learner gave a meaningful message,
and then repeated the answer using the correct form without embarrassing the participant.
3.5. Data Collection Procedures
3.5.1. Piloting the study
To verify the accuracy of the questionnaire item, a pilot study was conducted. A
sample of ten Saudi female students in their first academic level majoring in Economics at
Al-Imam Muhammad Ibn Saud Islamic University in Riyadh were requested to participate in
the pilot study. The students were requested to express their feelings towards anxiety by
filling in a twenty-four questionnaire item based on a five point Likert Scale ranging from
strongly disagree, disagree, neither agree nor disagree, agree, and strongly agree. After
completing the questionnaire, they were interviewed to see what problems they faced while
completing the questionnaire and listen to their comments about it.
In the interviews, students were asked if they faced any difficult vocabulary or if they
understood something else other than the actual meaning of any sentence. For some of the
participants, statements like number 6, 15, and 23 were not clear:
6- ""سأثون اثرر استعداراَ لإلج لة ت ولي َ لو لم كثن خ فة من قول اإلج لة الخ طئة
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6- “I would be more willing to volunteer answering questions if I weren't so afraid of saying
the wrong thing.”
15- " لندم ي ون هن ك جدولة للنق ش

" إنني لل استعدار كثرر للتحدث في الص

15- “I am more willing to speak in class when we have a debate scheduled.”
23- " ن في الص

"لن كشعر ل لراحة إ ا لم يقم المعلم لتصحيح كخ

23- “I would feel uncomfortable if the instructor never corrected our mistakes.”
Most of the participants had problem understanding statement 11
"” سأشعر لقليل من القلق إ ا لم ي ن للين تغ ية ال رير من محتوى الم ر في وقت قصير.
“I would get less upset about my class if we did not have to cover so much material in such a
short period of time.”
Some of the participants noticed a pattern of repetition occurring in the questionnaire,
such as statements 4 and 16, 9 and 23, as well as 7 and 22:
4- "لندم ال كثون الكخص الوحيد الذي سيجيب لل السؤال

"اشعر لتوتر كقل ل لص

4- “I am less anxious in class when I am not the only person answering a question.”
16- "لندم ال كثون الكخص الوحيدالذي سيجيب لل السؤال

"كشعر لقلق كقل في الص

16- “I am less anxious in class when I am not the only person answering a question.”
9- "ن لل اإلطالق

"سأستمتع ل لدرس إ ا لم تصحح كخ

9- “I would enjoy class if we weren't corrected at all in class.”
23- " ن في الص

"سأشعر لعد اإلرتي ح إن لم يقم المعلم لتصحيح كخ

23- “I would feel uncomfortable if the instructor never corrected our mistakes.”
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7- ""استمتع ل لدرس لندم نعمل سوي َ مع ال لب ي األخري ي
7- “I enjoy class when we work in pairs.”
22- "لندم يم نني العمل مع ط لبة آخرى

"استمتع ل لص

22- “I enjoy class when I can work with another student.”
In order to deal with these problems and based on the feedback received from the
participants’ interviews, the following adjustments were made. First, the researcher adjusted
the wording in some of the statements by replacing them with other words or adding more
words to make the meaning clearer, as well as deleting the repeated statements. For instance,
words such as ““ ”الليلنة السن لقةthe night before” was changed to “”الليلنة التني تسنبق حضنوري للندرس
“the night before attending the class” and “َ “ ”نقن ش تنم الترتينب لنه مسنبقdebate that has been
arranged in advance” instead of ““ ”جدولنة للنقن شdebate scheduled”. Furthermore, due to the
misunderstanding of the word ““ ”هزلينةskits”, the researcher changed the word into “”ف هينة
“comic”. Some participants suggested that the use of the word “ “ ”مبن ررinitiative” was better
than using the word “ “ ”ت نوvolunteer”. Furthermore, statements 16, 22, and 23 were deleted
due to the existing of similar and almost identical statements (See Appendix B).
3.5.2. Validity of the Questionnaire
The Arabic version of questionnaire was revised by a number of professors and
specialists in translation from the College of Languages and Translation at Al-Imam
Muhammad Ibn Saud Islamic University. Their comments, whether additions or deletions,
were taken into consideration when preparing the final version of the Arabic questionnaire.
Furthermore, the questionnaire was discussed and approved by the supervisor Doctor Tariq
Alkalifa.
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3.5.3. Reliability of Questionnaire
To establish the reliability of the questionnaire, Cronbach’s Alpha test was used for
the entire questionnaire items.
Table 3.1: Cronbach’s Alpha Test
Factor

No. of Item

Cronbach’s Alpha

All item
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.712

The value of the cronbach’s alpha for the questionnaire is .712, which is higher than
.600. This means that the instruments will provide consistence results with all the
participants’ responses.
3.5.4. Validity and Reliability of the Interview
A pilot study was conducted to verify the validity and the reliability of the interview
questions. The questions were presented to the subjects of the pilot study and were asked
about any problem they faced answering the questions. The questions then were revised and
adjusted based on the subjects’ feedback. Furthermore, the questions were revised and
approved by the researcher’s supervisor and his input was taken into considerations. A
random selection of the interview transcripts went through different stages of coding first to
check the accuracy of the questions before coding the rest of the interview transcripts.
3.5.5. Main Study procedure
After the pilot study was completed, the revised questionnaire was then given to
participants in the experimental and the control groups twice at the beginning of the semester
before applying the teaching strategies and after the application at the end of the semester,
during their regular classes in the second semester of the academic year 2014. The researcher
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provided the main instructions to make sure that all the subjects understood the purpose of
administering the questionnaire. The researcher explained that they should choose a number
that described their feelings towards statements. Each number was associated with a phrase or
a word that described what it meant.
After completing the questionnaire, random samples from both groups were
interviewed, and were asked ten questions related to FL speaking anxiety. Another interview
was conducted at the end of the semester after the application of the teaching strategies.
3.6. Data Analysis
After collecting the questionnaires, the researcher used SPSS to calculate the answers
using descriptive statistics. The percentage, mean and the standard derivation of the scores
were calculated to determine the factors that made learners anxious towards speaking in the
foreign language. At the end of the semester and after applying the anxiety reducing
strategies, the data drawn from both the pre and post questionnaires were compared to
determine whether the participants’ level of anxiety got reduced after using the anxiety
reducing teaching strategies.
The interviews were analyzed qualitatively. First, the data were transcribed, then,
divided into different codes (such as pronunciation, motivation, the inability to form correct
sentences) after coding the transcripts, the codes were divided into different categories (such
as causes of anxiety, lack of previous knowledge on the foreign language, and learning
strategies). After categorizing the data, a connection between the categories was created in
order to get more understanding of the reasons behind participants’ speaking anxiety. The
next step was to test the codes by applying them (the codes) to one of interviews transcripts
to check its accuracy. Finally, the codes were applied on all the interviews transcripts.
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CHAPTER 4
Results and Discussion
In this chapter the results of analyzing the questionnaire and the interviews will be
presented and discussed in an attempt to answer the research questions, and to compare them
to the findings of the previous studies.
4.1. Results
In order to answer the two research questions, data collected from the questionnaire
were analyzed quantitatively using SPSS, while the interviews were analyzed qualitatively.
4.1.1. Results of the Pre-study Questionnaire
After administering the questionnaire to the participants, a statistical analysis was
conducted to find out the percentage, mean and standard deviation for each statement in the
questionnaire.
Table 4.1: Participants’ Responses on the Pre-Study Questionnaire Based on
Percentage
Experimental group
Items3

4

Control group

SD

D

N

A

SA

SD

D

N

A

SA

0%

10%

7.5%

55%

25%

2.6%

5.1%

7.7%

48.7%

33.3%

7.5%

17.5%

7.5%

35%

32.5%

5.1%

7.7%

7.7%

51.3%

28.2%

0%

7.5%

15%

32.5%

45%

0%

2.6%

7.7%

38.5%

51.3%

1. I would feel more confident about
speaking in class if we practiced
more.
2. I would feel less self-conscious
about speaking in class in front of
others if I know them better.
3. I feel very relaxed in class when I
have studied a great deal the night
before.
3
4

The questionnaire was administered to the participants in Arabic (L1).
SD = Strongly Disagree
D = Disagree
N= Neutral

A= Agree

SA= Strongly Agree
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4. I am less anxious in class when I
am not the only person answering a

2.5%

15%

7.5%

47.5%

27.5%

5.1%

5.1%

10.3%

66.7%

12.8%

5%

20%

22.5%

35%

17.5%

5.1%

10.3%

23.1%

43.6%

17.9%

2.5%

5%

20%

37.5%

32.5%

2.9%

5.1%

5.1%

46.2%

28.5%

5%

10%

7.5%

37.5%

40%

2.6%

7.7%

7.7%

46.2%

35.9%

5%

2.5%

0%

35%

57.5%

0%

2.6%

2.6%

56.4%

38.5%

55%

15%

17.5%

5%

7.5%

46.2%

23.1%

23.1%

5.1%

2.6%

2.5%

10%

25%

40%

22.5

2.6%

7.7%

17.9%

56.4%

15.4%

2.5%

2.5%

32.5%

32.5%

30%

5.1%

15.4%

23.1%

33.3%

20.5%

10%

12.5%

17.5%

42.5%

17.5%

2.6%

5.1%

25.6%

43.6%

23.1%

5%

10%

15%

32.5%

32.5%

5.1%

5.1%

23.1%

43.6%

23.1%

0%

2.5%

15%

20%

60%

2.6%

0%

7.7%

25.6%

61.5%

5%

2.5%

25%

47.5%

20%

0%

5.1%

17.9%

64.1%

12.8%

12.5%

17.5%

35%

20%

12.5%

2.6%

15.4%

35.9%

33.3%

12.8%

0%

0%

7.5%

27.5

65%

2.6%

2.6%

7.7%

30.8%

56.4%

question.
5. I think I can speak the foreign
language pretty well, but when I
know I am being graded, I mess
up.
6. I would be more willing to
volunteer answers in class if I
weren't so afraid of saying the
wrong thing.
7. I enjoy class when we work in
pairs.
8. I feel more comfortable in class
when I don't have to get in front of
the class.
9. I would enjoy class if we weren't
corrected at all in class.
10. I am more willing to speak in class
when we discuss current events.
11. I would get less upset about my
class if we did not have to cover so
much material in such a short
period of time.
12. I enjoy class when we do skits in
class.
13. I would feel better about speaking
in class if the class were smaller.
14. I feel comfortable in class when I
come to class prepared.
15. I am more willing to speak in class
when we have a debate scheduled.
16. I like going to class when we are
going to role play situations.
17. I would not be so self-conscious
about speaking in class if it were
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commonly understood that
everyone makes mistakes, and it
were not such a big deal to make
mistake.
18. I prefer to be allowed to volunteer
an answer instead of being called

0%

0%

7.5%

27.5

65%

0%

5.1%

2.6%

46.2%

46.2%

0%

0%

10%

42.5%

47.5%

0%

5.1%

5.1%

53.8%

35.9%

0%

10%

5%

50%

35%

5.1%

2.6%

5.1%

59%

28.2%

7.5%

12.5%

27.5%

25%

27.5%

7.7%

10.3%

20.5%

41%

20.5%

on to give an answer.
19. I am more willing to participate in
class when the topics we discuss
are interesting.
20. I would be less nervous about
taking an oral test in the foreign
language if I got more practice
speaking in class.
21. I feel uneasy when my fellow
students are asked to correct my
mistakes in class.

Almost 47.5% from the experimental group and 66.7% of the control group agreed on
the statements “I am less anxious in class when I am not the only person answering a
question” (item 4). It is clear that the participants wanted to avoid any competitive situation
and wanted to study in a relax environment where they would share equal chances in
participating and using the target language. Furthermore, Table 1.4, shows how most of the
participants from both groups agreed on feeling less anxious about speaking in the front of
the class if they knew their classmates better (item 2).
Speaking in front of the class can put the student in a weak position where mistakes in
the target language are hard to hide. Fifty-seven percents of the participants on the
experimental group and fifty-six percents of the participants in the control group agreed on
feeling more comfortable in class when they did not have to get in front of the class (item 8).
It is clear that almost 70 % of the participants in the experimental group and 50% in the
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control group strongly agreed that they were willing to volunteer answering rather than being
called by name (item 18) especially when they were not afraid of making mistakes (item 6).
Moreover, 32.5% presents of the participants in the experimental group and 43.6% of the
participants in the control group reported that they would be more relaxed speaking if the
class was smaller (item 13).
Fear of negative evaluation can affect the students’ willingness to speak in the target
language, as 35% of the experimental group and 43.6% of the control group agreed on the
statement “I think I can speak the foreign language pretty well, but when I know I am being
graded, I mess up” (item 5). The idea of being evaluated might worry the student and prevent
her from talking in front of the class. By looking at Table 4.2, it is clear that the means of
1.95 for the experimental group and 1.94 for the control group, they are almost the same in
item 9. Both groups strongly disagreed on “I would enjoy class if we weren't corrected at all
in class” (item 9). For this reason, a great number of students from both groups agreed on the
need to have all their mistakes corrected. More than half of the participants from both groups
strongly agreed on the statement “I would not be so self-conscious about speaking in class if
it were commonly understood that everyone makes mistakes, and it were not such a big deal
to make mistake” (item 17). This shows that the students understood the importance of
mistakes correction; however, students might have a problem with the way in which they
were corrected. In this respect, 41% of the participants in the control group and 25% of the
experimental group reported that they would feel uncomfortable when their classmates were
asked to correct their mistakes in class (item 21).
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Table 4.2: Participants’ Responses on the Pre-study Questionnaire Based on Mean
and Standard Deviation
Experimental Group

Items

Control Group

Mean

St.
deviation

Mean

St.
deviation

3.97

.87

4.07

.94

3.67

1.30

3.89

1.07

4.15

.94

4.38

.74

3.82

1.08

3.76

.93

3.40

1.15

3.58

1.06

3.94

.99

4.05

1.14

3.97

1.16

4.05

.99

4.37

1.00

4.30

.65

1.95

1.28

1.94

1.07

3.70

1.01

3.74

.90

3.85

.97

3.50

1.15

3.45

1.21

3.79

.95

3.81

1.18

3.74

1.04

4.41

.84

4.47

1.11

3.75

. 98

3.84

.70

1. I would feel more confident about speaking in
class if we practiced more.
2. I would feel less self-conscious about speaking in
class in front of others if I know them better.
3. I feel very relaxed in class when I have studied a
great deal the night before.
4. I am less anxious in class when I am not the only
person answering a question.
5. I think I can speak the foreign language pretty
well, but when I know I am being graded, I mess
up.
6. I would be more willing to volunteer answers in
class if I weren't so afraid of saying the wrong
thing.
7. I enjoy class when we work in pairs.
8. I feel more comfortable in class when I don't have
to get in front of the class.
9. I would enjoy class if we weren't corrected at all
in class.
10. I am more willing to speak in class when we
discuss current events.
11. I would get less upset about my class if we did
not have to cover so much material in such a
short period of time.
12. I enjoy class when we do skits in class.
13. I would feel better about speaking in class if the
class were smaller.
14. I feel comfortable in class when I come to class
prepared.
15. I am more willing to speak in class when we have
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a debate scheduled.
16. I like going to class when we are going to role
play situations.

3.02

1.20

3.38

.98

4.57

.63

4.35

.93

4.57

.63

4.33

.77

4.37

.66

4.20

.76

4.10

.90

4.02

.95

3.52

1.24

3.56

1.16

17. I would not be so self-conscious about speaking
in class if it were commonly understood that
everyone makes mistakes, and it were not such a
big deal to make mistake.
18. I prefer to be allowed to volunteer an answer
instead of being called on to give an answer.
19. I am more willing to participate in class when the
topics we discuss are interesting.
20. I would be less nervous about taking an oral test
in the foreign language if I got more practice
speaking in class.
21. I feel uneasy when my fellow students are asked
to correct my mistakes in class.

The other items listed in the questionnaire were related to general class anxiety and
preparation. Most of the participants agreed that they would feel more confident and less
anxious if they practiced more (item 1, 20). According to item 12, almost 50% of the
participants from both groups asserted that they would enjoy class when they did skits (Table
4.1); however, 35% of the participants in the experimental group and 35.9% of the control
group (Table 4.1) were neutral towards role play situations (item 16).
Furthermore, the majority (means of 3.70, 3.75, and 4.37 for the experimental group
and means of 3.74, 3.84, and 4.20 for the control group) of the participants expressed their
willingness to speak in class when they discussed current events and interesting topics (item
10, 15, 19).
In short, participants’ responses to the questionnaire showed that anxiety affects
learners’ willingness to use the target language. The responses showed that fear of negative
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evaluation, the learners’ need to save their self-image and the need to be prepared all the time
when attending the FL classrooms are the main concerns that affect learners’ ability to speak
and use the target language in the classroom.
4.1.2. Results of the Pre-study Interviews
In order to achieve better understanding of FL speaking anxiety, interviews with three
random participants from both the experimental and the control group were conducted during
the third week of the second semester 2014. The participants involved in the interviews were
given the pseudonyms Sara, Maha, Reem, Dalal, Hala, and Nouf5 (See Figure 4.1). All the
participants were Saudi students with varying abilities regarding their FL speaking skills. The
data collected from the interviews were transcribed into English directly due to the limited
time available to the researcher. The recorded interviews were played over and over to make
sure that the transcription process was accurate. Moreover, every single interview took almost
12 to 15 minutes to complete. After that, the transcripts were coded then organized into
categories.
After transcribing the interviews, codes were created by labeling the transcripts into
relevant words, phrases, and sentences. Then, these codes were revised and any less
important codes were dropped. After that, codes were put into different categories to make
the analysis process less complicated. Furthermore, these codes were tested by applying it to
one of the interviews which were not coded yet then applied to all the interviews (See Section
3.6)

The data collected from those participants’ questionnaires were analyzed quantitatively to calculate the mean
and standard deviation.
5
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Figure 4.1: Anxiety Level of the Learners who Participated in the Interviews Based
on Mean and Standard Deviation

Similar results appeared in the questionnaire and the interviews. Most of the
participants identified the lack of vocabulary and the inability to pronounce words correctly
as a source of anxiety, as seen in the below interviews extracts (See Table 4.3)
Researcher6: Do you have any problem with English?
Sara: Yes. I understand what is being said, but I cannot speak in English. I do not know many English
words ... When the teacher calls my name and ask me to answer a question. I understand her question
but I cannot explain the answer. It affects me because I know that many students do not know the
answer.
Researcher: Do you hesitate answering any question just because you might make a mistake or
mispronounce some words?
Sara: I would feel embarrassed because some students know how to pronounce the word correctly.

Other students asserted the same point as well:
Researcher: Why do you think that you cannot speak in English?

6

The interviews were conducted in Arabic, the participants L1, and this is a translation of the interviews.
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Maha: I do not know many English words and I cannot form a sentence.

Table 4.3: Anxiety-Provoking Issues or Situations Based on the Interviews


The inability to form a sentence



Lack of vocabulary



Lack of motivation



Teachers’ negative attitudes toward students’ mistakes



Fear of negative evaluation



The inability to speak in English



Learners’ need to save self social image



Embarrassment of pronouncing the words incorrectly



Not knowing how to pronounce words correctly



Lack of previous knowledge about the target language (grammatical/ skills knowledge)



Need to be prepared all the time



Lack of confidence to speak in English



Lack of sufficient time given to learners to answer

The interviews showed clear evidence of participants’ fear of negative evaluation and
how their teacher and their classmates perceived them. Most of the participants agreed on
writing their answers rather than answering orally, as shown in the extracts below:
Researcher: Do you prefer answering questions orally or in a written form the answers in English
class? Why?
Maha: Orally maybe. It depends on the situation.
Researcher: For example if you are going to have a quiz, what do you prefer it to be oral or written?
Maha: Writing is better because I don’t have to face any one. Only the teacher will see my mistake.
Researcher: You do not want people to judge you?
Maha: Yes. Something like that.

One of the participants, Dalal, was really concerned with the issue of wasting the
lecture time:
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Researcher: Do you prefer answering questions orally or write your answer in English class? Why?
Dalal: Writing my answer. I’ll take long time if I’m going to answer orally. But in writing, I can take
my time and do not waste the class time.
Researcher: Are you afraid of making language mistakes while speaking English?
Dalal: No, but I’m afraid I will take time answering the question.
Researcher: Why are you so concerned about time?
Dalal: The lecture starts at specific time and ends at specific time. I do not want to waste the lecture
time.

When the participants were asked about error correction, most of them expressed their
need to be corrected all the time. This was established in the questionnaire when almost 55%
of the participants strongly disagreed on the statements “I would enjoy class if we weren't
corrected at all in class”. This is also clear in the interview extracts below:
Researcher: Do you think that the way of correcting language mistakes in English class can affect
your willingness to speak in English? Why?
Dalal: No. I prefer being corrected if I made mistakes, especially in English so I’ll never forget the
information.

However, when the participants were given the choice of being corrected by their
teacher or by their classmates, most the students choose to be corrected by the teacher. When
participants were asked about this in the questionnaire, 40% of the participants agreed on
feeling uneasy if one of their classmates was asked to correct their mistakes.
Researcher: Do you think that the way of correcting language mistakes in English class has a
negative effect on your willingness to speak in English? Why?
Hala: No. it will help me to learn.
Researcher: Is it OK with you if one of your classmates corrects you mistake? Why?
Hala: No it is not OK; I would feel that I’m the only one who does not know anything.
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Sara: Yes. When the teacher asks one of my classmates to correct my mistakes, some students will
underestimate my ability just because they know the answer and I do not.
Researcher: So you do care about your classmates’ opinion?
Sara: Yes.

The extract above provides clear evidence that fear of being judged by others and the
wish to keep self-image might prevent FL students from speaking in the target language in
classrooms. Moreover, some participants, like Maha and Nouf, were anxious about the
teacher’s attitude towards the mistakes they made in FL classroom as shown in the extracts
below:
Maha: Some teachers would not accept us making mistakes and I would be afraid especially when the
class is filled with students.
Researcher: Do you think that the way of correcting language mistakes in English class has a
negative effect on your willingness to speak in English?
Maha: Yes. It affects my willingness. Some time I may have another answer but the teacher would not
give me time to correct myself.

When Nouf was asked if she wanted to add something she said:
Nouf: Yes. I want to tell you about one of the teachers who taught us in the preparation year. If she
asked someone to answer she would always give negative feedback and always underestimate our
answers. She never encourages us to answer. Many students dropped the class because of her
attitude.

The lack of motivation and underestimating learners’ ability to speak in the target
language can cause learners to feel anxious and prevent them from speaking in the target
language. Furthermore, most of the participants urged for the need to be prepared all the time
by knowing what they were going to deal with in the FL classroom prior to attending, as
shown in the interview extracts below:
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Researcher: Does the previous knowledge of the topic that is being discussed helps in the reduction of
your speaking anxiety and makes you more confident while speaking?
Maha: It is better to know the topic before discussing it in the class because we will have time to
prepare.
Hala: It will be better if we know about the topic before, we will have time to prepare and be ready.

4.1.3. Results of the Post-study Questionnaire
After applying the anxiety reducing teaching strategies, participants were requested to
fill in the same questionnaire used at the beginning of the semester. However, the
questionnaire statements were rearranged to minimize the effect of first exposure of the
questionnaire.
In the process of answering the second research question how do EFL Saudi learners
perceive the use of specific teaching strategies in reducing their speaking anxiety?
Independent Samples T Test was used to distinguish any significant differences between the
pre and post questionnaire (See Table 4.4).
4.1.3.1. Independent Samples T Test
Table 4.4: Independent Samples T Test Results to Show Differences between Pre &
Post Measurements for the Two Groups

Group
Experimental
Control

Measurement

N

Mean

Std. Deviation

t

Sig

Pre
Post
Pre
Post

40
40
39
39

3.82
3.78
3.86
3.83

.359
.448
.305
.374

.485

.629

.348

.728
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After applying the independent Samples T test, it is clear that there are no significant
differences between the pre and post measurements of both groups the experimental and the
control groups. The means for the experimental group is almost the same, which is 3.82 for
the mean of pre-test and is 3.78 for the mean of the post-test, also the p value for the
experimental group is .629 which is more than .005 (> .005). This means that there are no
significant differences between the experimental group before and after the application of the
anxiety reducing teaching strategies.
Furthermore, no significant differences were found for the control group as well. The
mean for the control group is almost the same (the pre mean is 3.86 and the post mean is
3.83) also the p value for the experimental group is .728 which is more than .005 (> .005)
(See Figure 4.2).

Figure 4.2: Anxiety Mean and Standard Deviation of the Pre and Post
Questionnaire for the Experimental Group and the Control Group
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Moreover, some items (e.g. item 1, 2, 4 and 9) in the experimental group showed
slight improvement in the reaction towards FL speaking anxiety (See Figure 4.3). This
suggests that the anxiety-reducing teaching strategies that had been used with the
experimental group had slight effects on reducing learners’ speaking anxiety they
experienced in the language learning classrooms.

Figure 4.3: Anxiety Mean of the Pre and Post-study Questionnaire for item 1, 2, 4
and 9 in the Experimental Group
Looking at Table 4.3, the results showed slight differences in the control group
regarding the feeling of embarrassments or discomfort FL learners felt at the beginning of the
semester because they did not know their classmates well (item2). In the pre-questionnaire
for the control group the mean of item 2 was 3.89, and in the post-questionnaire was 4.08. At
the end of the semester, they felt relaxed. When the participants from the control group were
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asked about this change, they asserted that they knew how their classmates might react to
their participation, and how they might perceive them if they made mistakes.
Table 4.5: Participants’ Responses to the Pre and Post-study Questionnaire Based on
Mean and St. Deviation
Experimental Group

1.

questionnaire

questionnaire

St. D

M

St. D

M

St.D

M

St.D

3.97

.87

4.36

.84

4.07

.94

4.26

.82

3.67

1.30

4.10

.95

3.89

1.07

4.08

.75

4.15

.94

4.21

.99

4.38

.74

4.36

.71

3.82

1.08

4.82

.94

3.76

.93

3.81

.92

3.40

1.15

3.68

.90

3.58

1.06

3.73

.94

3.94

.99

4.15

.94

4.05

1.14

4.08

.96

3.97

1.16

3.97

1.10

4.05

.99

4.05

.92

4.37

1.00

4.44

.81

4.30

.65

4.21

.91

1.95

1.28

2.18

1.40

1.94

1.07

2.13

1.06

3.70

1.01

3.81

.98

3.74

.90

3.92

.74

3.85

.97

3.15

1.12

3.50

1.15

3.21

1.08

3.45

1.21

3.42

1.28

3.79

.95

3.44

1.13

3.81

1.18

3.81

1.10

3.74

1.04

3.50

1.24

4.41

.84

4.08

.95

4.47

1.11

4.39

.59

3.75

. 98

3.43

1.25

3.84

.70

3.75

1.14

3.02

1.20

3.36

1.14

3.38

.98

3.31

1.11

4.57

.63

4.31

.88

4.35

.93

4.21

1.01

I think I can speak the foreign language pretty well, but when

I would be more willing to volunteer answers in class if I
weren't so afraid of saying the wrong thing.

7.

I enjoy class when we work in pairs.

8.

I feel more comfortable in class when I don't have to get in
front of the class.

9.

questionnaire

I am less anxious in class when I am not the only person

I know I am being graded, I mess up.
6.

questionnaire

I feel very relaxed in class when I have studied a great deal

answering a question.
5.

Post

I would feel less self-conscious about speaking in class in

the night before.
4.

Pre

M

front of others if I know them better.
3.

Post

I would feel more confident about speaking in class if we
practiced more.

2.

Pre

7

Items

Control Group

I would enjoy class if we weren't corrected at all in class.

10. I am more willing to speak in class when we discuss current
events.
11. I would get less upset about my class if we did not have to
cover so much material in such a short period of time.
12. I enjoy class when we do skits in class.
13. I would feel better about speaking in class if the class were
smaller.
14. I feel comfortable in class when I come to class prepared.
15. I am more willing to speak in class when we have a debate
scheduled.
16. I like going to class when we are going to role play situations.

17. I would not be so self-conscious about speaking in class

7

M = Mean.

St. D = Standard Deviation
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if it were commonly understood that everyone makes
mistakes, and it were not such a big deal to make
mistake.
18. I prefer to be allowed to volunteer an answer instead of
being called on to give an answer.

4.57

.63

4.23

1.03

4.33

.77

4.42

.72

4.37

.66

3.84

.91

4.20

.76

4.18

.70

4.10

.90

3.44

1.13

4.02

.95

4.19

1.00

3.52

1.24

2.76

1.38

3.56

1.16

3.31

1.27

19. I am more willing to participate in class when the topics
we discuss are interesting.
20. I would be less nervous about taking an oral test in the
foreign language if I got more practice speaking in
class.
21. I feel uneasy when my fellow students are asked to
correct my mistakes in class.

4.1.4. Results of the Post-Study Interviews
While there are no significant differences between the pre and post questionnaire
results for the two groups, the second interviews offered more insights into the effectiveness
of the anxiety-reducing teaching strategies that were used for the experimental group during
the semester. After applying the teaching strategies, random participants were interviewed
and asked about each strategy and how it helped in the reduction of their speaking anxiety.
Most of the participants from the experimental group revealed some improvement and
participated more in the English classroom during the application of the strategies. Moreover,
a large number of learners expressed feelings of shyness and anxiety at the beginning of the
semester due to the lack of information about their classmates. However, at the end of the
semester when the participants were asked about the fluency building activity and how it
helped them they stated that:
Reem: I used to feel shy at the beginning of the semester and that prevent me from taking and
participating in English. However, now I feel more relaxed in the English classroom because I know
my classmates well. I have no problem participating.

While another participant illustrated:
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Dalal: this activity helped us to know our classmates, and try to interact with them using English.

Although participants were asked to move around and talk to their class mates, some
participants preferred to talk to the students in their own group only and did not move at all.
Hala: I was shy. I did not move at all. I only talked to my group.

Furthermore, when it came to error correction, most of the participants in the prequestionnaire agreed on the need to have all their mistakes corrected and that it should be
corrected by the teacher only. The same thing was repeated in the post-questionnaire with
slight changes in the mean (item 9). When participants were asked about error correction and
the way their mistakes were corrected during the language learning classroom, they stated:
Researcher: What about error correction? Do you think that correcting all the mistakes students
made as soon as they made them helped you speak in English more?
Reem: It is better, because the mistake will be clear and I know the correct pronunciation of words
for example. I’m more encouraged to use the language now.

However, one participant had another opinion when she was asked about the method
used to correct the learners’ mistakes:
Hala: I prefer if you let us find out our mistakes by ourselves.

During the semester, participants took turns answering questions and tasks provided
by their teacher or from their textbook. Most of the participants asserted that taking turns
answering questions in the language learning classrooms helped them reducing their anxiety.
They explained that they would know when it was their turn and they would be prepared.
Researcher: Do you think that taking turns answering questions had an effect in reducing your
speaking anxiety?
Reem: It was good. I started to focus more because I knew when it was my turn to speak and
participate. I felt prepared and ready to speak in English.
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Another participant stated:
Dalal: we had equal chances to talk and participate… we were prepared, and we were not pressured
to give an answer.

In addition, participants were asked about the most effective strategy used during this
semester. Some participants believed that the four strategies (fluency-building activity, turntaking, group work, and error correction) combined helped in reducing their own speaking
anxiety.
Researcher: In your opinion what was the most effective strategy we used during this semester?
Reem: All the strategies were good, it helped and encouraged me to participate and speak in the
English classroom.

However, other participants agreed on group work as the most affective strategy that
helped them reducing their speaking anxiety during the semester.
Hala: It was great working with a group. It encouraged me to participate and talk more in English.

On the other hand, some participants from the control group agreed on some
statements in the post-questionnaire which they had disagreed on in the pre-questionnaire
such “I would feel less self-conscious about speaking in class in front of others if I know
them better.” (Item 2). When the researcher asked them about this change in order to gain
some understanding of this issue, they stated that:
Sara, Nouf, and Maha: We know our classmates now. We know how they think of us and how they
would respond to any language mistakes we might make.
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4.2. Discussion
In investigating the effectiveness of using specific teaching strategies in reducing
students’ FL speaking anxiety, participants drawn from two different groups (experimental
and control groups) were requested to fill in a questionnaire adopted from Young’s (1990)
questionnaire . Furthermore, six students were interviewed to elicit more insights into their
FL speaking anxiety. Using a combination of multiple data gathering sources helped
assemble a more comprehensive and complete perspective of the topic.
In this chapter, the answers to the research questions are presented in two different
sections. The first section provides the answer to the first research question which involves
the sources of FL learners’ speaking anxiety in FL classrooms. The second section answers
the question on the effectiveness of using specific teaching strategies in reducing FL learners’
speaking anxiety.
4.2.1. Sources of Foreign Language Speaking Anxiety
Based on the results of the questionnaire and the interviews, it is clear that the FL
learners who participated in this study from both the experimental and the control groups
experienced FL speaking anxiety. This section discusses the findings in relation to the
psychological and linguistic factors that may have caused students’ anxiety when speaking in
the foreign language.
4.2.1.1. Formal Classroom Environment
It has been argued that formal and strict classroom environment can be the most
anxiety-provoking cause for FL learners (Aida, 1994; Young, 1991). For FL learners, a FL
classroom is the place where language mistakes and inability to speak in the target language
can be easily detected by teachers and classmates. The participants stated that they would feel
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less self-conscious about speaking in language learning classrooms if they knew the other
learners better. Many FL learners preferred to keep silent instead of participating in FL
classrooms due to fear of being negatively evaluated by their classmates or by their own
teacher. One of the participants stated that “some teachers would not accept us making
mistakes, and I feel afraid especially when the class is filled with students.” Another
participant said that when her teacher “asked someone to answer she would always give
negative feedback and always underestimate our answers.” These learners wanted to save
their social image and for them the best way to do that was to be silent. This is similar to the
findings drawn in Hamouda (2012) in which learners wanted to participate and use the target
language but preferred being silent rather than speak in class due to feelings of anxiety
caused by factors such as fear of making mistakes or fear of negative evaluation. Hence, FL
learners need to understand that there is no problem in making mistakes, since this is part of
the learning process. FL teachers should create safe environment where their learners can
practice the target language without the fear of being negatively evaluated by the teacher or
their classmates.
The results of this study are in line with the results of previous studies on FL speaking
anxiety. FL Learners’ willingness to speak may be affected by communication apprehension
(Young, 1991) which may affect their self-esteem (Occhipinti, 2009) (See Section 2.2.3). FL
learners’ fear of speaking in front of the class and the possibility of being negatively judged
by others are similar to the findings in Al-Saraj (2013) study. The findings of this study also
confirmed Horwitz et al’s (1986) primary sources of language anxiety which consist of
communication apprehension and fear of negative evaluation.
One of the participants expressed her unwillingness to speak in English because of the
sufficient time given to her to answer any question and her fear of wasting the lecture time.
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This is related to the teachers’ attitudes towards the learners. The teacher might underestimate
learners’ ability or react negatively towards any mistakes done by the learners.
4.2.1.2. Speaking Errors and Error Correction
A large number (46%) of the participants admitted that the fear of making mistakes
when speaking in English could prevent them from participating in the FL classroom. Some
participants illustrated that they would feel more relaxed writing their answers instead of
speaking because no one would see their mistakes. Furthermore, 65% of the subjects strongly
agreed on “not being so self-conscious about speaking in class if it were commonly
understood that everyone makes mistakes, and it was not such a big deal to make mistake”.
Similar findings were reported in Horwitz et al (1986) and Young (1991). Hence, by making
mistakes in the foreign language, FL learner would be more likely judged by their classmates
as a failure or evaluated with low marks by their FL teachers, and this makes FL learners
hesitate to speak in the target language.
The participants (55% of the experimental group subjects and 46.2% of the control
group subjects) also expressed an urgent need to be corrected at any time they would make a
mistake. However, they insisted on being corrected by the teacher only. They justified this by
saying that the teacher is more knowledgeable than their classmates, and so they trusted her
to provide them with the correct answers. Other participants explained that other students
might undermine them and judge them as being failures, and this might affect their social
image. When she was asked about allowing her classmates correct her mistakes, one of the
participants replied “Some students will underestimate my ability just because they know the
answer and I do not”. The same findings were presented in some previous studies (Horwitz et
al, 1986, Young, 1991, Al-Saraj, 2013 & Occhipinti, 2009). Error correction and even the
way in which learners’ errors is corrected can change how FL learners perceive the error
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occurring while using the target language from being something happen naturally during the
acquisition the target language, to a problem that can cause learners’ speaking anxiety.
Furthermore, Tanveer (2007) explained that anxious FL learners tend to avoid
participating in FL classrooms because they are either unsure of what they are saying, or less
confident when giving the wrong answer to a question in the classroom.
4.2.1.3. Language Difficulties
Lack of sufficient vocabulary can make FL learners stressed and anxious. In this
study, many participants illustrated that lack of vocabulary could stop them from
participating and speaking in the FL classroom. The finding is consistent with MacIntyre and
Gardner’s (1991) findings (cited in Tanveer, 2007) in which a significant negative correlation
between language anxiety and the ability to recall vocabulary items was found.
Furthermore, the inability to pronounce words correctly was mentioned by a number
of participants as being anxiety provoking. The fear of mispronouncing some words can
make FL learners hesitate to participate in the FL classroom. One of the participants said “I
would feel embarrassed because some students know how to pronounce the word correctly.”
This is in line with Tanveer (2007) findings which showed that word pronunciation was a
main cause of stress for FL learners.
FL learners might keep silent because they do not know how to form grammatical
sentences. In the interviews, some participants explained that the reason behind not being
able to speak in the target language was their inability to form sentences correctly. Similar
findings were reported as well by Steinberg and Horwitz’s study (1986) (cited in MacIntyre
and Gardner, 1991). This means that the inability to use grammatical rules of the target
language might cause FL learners’ speaking anxiety.
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4.2.1.4. Teacher Role in Aggravating FL Learners’ Anxiety
Teachers’ attitudes towards learners’ mistakes and the way they manage the
classroom can create a stressful environment where learners’ anxiety can be aggravated
(Horwitz et al, 1986; Tsiplakides, 2009). As it has been mentioned previously in this study
(Section 4.3.), one of the participants said that she would feel afraid of giving the wrong
answer because “some teachers would not accept us making mistakes.” Another participant
said that one of her English language teachers would always give negative feedback, would
always underestimate students’ answers, and would never encourages them to answer any
question in English. As a result, FL learners might lose their enthusiasm to participate and
drop the course. Hence, the teacher’s attitudes and her way of error correction can be crucial
factors to be considered in order to reduce language anxiety. These finding are in consistent
with the findings reported in Horwitz et al’s (1986) and Young’s (1991) studies. By
devaluing the FL learners’ ability to speak and use the target language in any way (such as
negatively evaluate them, use an insensitive words when correcting their mistakes, or even
judge them as being failures), teachers might cause feeling of anxiety for FL learners, and
this can stop the learner from using the target language in the classroom.
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4.2.2. The Effectiveness of Using Specific Teaching Strategies in Reducing FL learner’
Speaking Anxiety
In the process of investigating the second research question (How do EFL Saudi
learners perceive the use of specific teaching strategies in reducing their speaking anxiety?),
the questionnaire used at the beginning of the semester was given to the participants again at
the end of the semester after applying the four selected teaching strategies. The four teaching
strategies were (a) Fluency-building, (b) Turn-taking, (c) Group work, and (d) Error
correction. Furthermore, interviews with randomly selected participants from both groups
took place after the application of the teaching strategies to investigate the effect of these
teaching strategies on reducing FL learners’ speaking anxiety. In addition, the
teacher/researcher’s own notes which she took after each class were used to obtain good
understanding of the issue at hand.
(a) Fluency-Building Activity
At the beginning of the semester, in the first, second and third lectures, almost all the
learners from the two groups (the experimental and the control group) did not participate or
use the target language at all due to their feeling of anxiety. Only few learners answered the
teacher’s questions and answered with low voices. In order to overcome this problem, the
teacher/researcher introduced the fluency-building activity on the third week for the
experimental group only. The teacher/researcher explained the activity to the learner and
asked them to move around the classroom and talk to their classmates whom they did not
know well. At the first time, only five learners, out of forty-six, participated in this activity
although the teacher/researcher encouraged all the students to move and get to know each
other. In the second lecture, almost half of the learners participated in the activity and only
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few learners were on their seats not talking to anyone. In the third lecture, almost all the
participants moved around and started to get to know each other.
This activity helped in reducing the learners’ speaking anxiety by creating a less
formal classroom where all the learners knew and respected each other. Moreover, it reduced
the learners’ shyness while speaking in the classroom as one of the participant stated “I used
to feel shy at the beginning of the semester and that prevented me from talking and
participating in English. However, now I feel more relaxed in the English classroom because
I know my classmates well. I have no problem participating now.”
Being familiar with their classmates can reduce the learners’ speaking anxiety and can
create a less anxious classroom environment where learners can succeed in using the target
language. This was clear in the post questionnaire, in which the mean of item 2 “I would feel
less self-conscious about speaking in class in front of others if I know them better” has
increased to 4.10 (See Table 4.3) which indicates that learners’ anxiety was reduced due to
being familiar with their classmates.
By using this strategy, the teacher/researcher was able to create a friendly classroom
where learners managed to overcome their feelings of anxiety and achieve their goal of
producing and using English. A similar finding was reported in Young (1990). The findings
of this study suggest that by creating a friendly and relaxing classroom environment, FL
learners can feel free to explore the target language and feel relaxed when speaking in front
of others using the target language.
(b) Turn-Taking

Participants in the experimental group took turns completing tasks from their
textbooks, answering the teacher’s questions and participating in discussions. By knowing

53
when it is their turn to answer, the participants were more relaxed because they had the time
to prepare their answer and knew what they were going to say. Although no significant
difference between mean of item 14 “I feel comfortable in class when I come to class
prepared” in the pre and post questionnaire was found, the learners who participated in the
second interview reported the importance of being prepared in reducing their speaking
anxiety. One of the participants said that “I started to focus more because I know when it is
my turn to speak and participate. I felt prepared and ready to speak in English.” Hence, being
prepared can reduce learners’ speaking anxiety because they might feel sure about themselves
and about the information they are going to share with the teacher and their classmates and
that can help reduce their fear of being negatively evaluated by others. A similar finding was
presented in Horwitz et al’s (1986), Shamas (2006) and Occhipinti (2009). This finding
provided clear evidence that the learners’ fear of how their new classmates might evaluate
them can cause their speaking anxiety. By knowing their classmates well, the feeling of
anxiety learners’ experiences when speaking in the target language will reduce, and they will
start to participate and use the target language without any fear of any kind.

(c) Group Work
In the third week, learners in the experimental group were divided into seven groups
with seven participants in each group. The participants were asked to do a task among their
groups and discuss any given question together in order to help each other achieve great
understanding of what had been said or asked. This strategy helped in creating a collaborative
environment in the language learning classroom, which lead to the reduction of learners’ fear
of making errors in English. Moreover, the subjects in the experimental group showed great
improvement. Almost all the learners started to participate and give answers to the different
tasks, as they were encouraged to give their opinions on any given topic. Furthermore, learns
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who participated in the second interview agreed on the benefits of working in groups, as one
of the participants stated “It was good working in a group. When I did not know something, I
could discuss it with them and they will explain it to me, and this encouraged me to
participate because I know the answer.” Another participant said “It was great working with a
group. It encouraged me to participate and talk more in English.” Hence, it is clear from the
participants’ responses that working in groups helped them overcome their fear of speaking
and using the target language, and encouraged them to participate because they had the
chance to discuss the tasks among their group so they know the answer. Similar findings were
presented in previous studies (Tsiplakides, 2009, Young, 1990, & Young, 1991). These
findings provide clear evidence of the impact of using group work in FL classroom on
reducing learners’ speaking anxiety and encouraging them to speak and use the target
language.
(d) Error correction
FL learners often desire their language mistakes be corrected all the time (Young,
1990). However, most of the learners in this study felt uneasy towards their classmates
correcting their mistakes which caused to their speaking anxiety as one of the participants
said that “the way the teacher corrected our mistakes was good because the teacher corrected
them. It was better than letting one of my classmates correct my mistakes.” In order to reduce
learners’ fear of their classmates correcting their mistakes, mistakes were corrected by the
teacher/ researcher only. The teacher corrected all the major mistakes immediately after they
occurred. By doing that the teacher avoided any possibility for learners to feel judged by their
classmates or to be negatively evaluated by them. Moreover, by knowing their mistakes, the
subjects in the experimental group were encouraged to participate and speak in the foreign
language learning classroom. This was shown clearly in the experimental group, where
learners did not have any problem of making mistakes, and of being corrected immediately.
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In the contrary, the strategy of error correcting encouraged them to use the target language so
that they could learn more from their mistakes, as one of the participants said “The mistake
will be clear and I will know the correct pronunciation of words for example. I’m more
encouraged to use the language now.” Hence, errors correction can help alleviate learners’
speaking anxiety and allow the learner to use the correct forms, words, and pronunciations
when speaking in classrooms.
On the other hand, some of the participants in the control group (40%) started to
participate and use the target language at the end of the semester without the use of any
strategies by the teacher/researcher to help reducing their speaking anxiety. They felt
confident to participate in the target language because they knew their classmates better. This
shows that by knowing how their classmates would react to any mistakes they made when
speaking in the target language could help in reducing FL learners’ speaking anxiety.
Finally, by comparing the two groups (experimental and control group) attitude
towards speaking at the end of the semester, it is clear that the subjects in the experimental
group showed great improvements and more confident when speaking in the target language
due to the use of the anxiety reducing teaching strategies. However, no significant different
were appear in the subjects of the control group except for few subjects participating every
once in a while because they knew all their classmates by that time.
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CHAPTER 5
Conclusion
In this chapter, the conclusion, the implications, the limitations, and recommendations
for future research are presented.
5. Conclusion
As stated previously, speaking in the foreign language classroom can be considered as
one of the most anxiety provoking skill. FL learners might feel that their language mistakes
can be spotted by their teacher and classmates, and this might affect their willingness to speak
and participate using the target language. In order to reduce this anxiety, a number of
teaching strategies were used in the study and helped reduce some learners’ anxiety. This
chapter presents a summary of the study findings, identifies its limitations, and examines its
pedagogical implications and recommendations for future research.
5.1. Summary of the Study Findings
The main purpose of the study was to investigate the factors that caused FL learners’
speaking anxiety, and apply some teaching strategies to reduce the learners’ feelings of
anxiety when speaking in the target language. By using pre and post questionnaires and
interviews with the subjects, interesting findings about the sources of FL learners’ speaking
anxiety and the effectiveness of the teaching strategies in reducing their anxiety were
revealed. Moreover, summary of the quantitative and qualitative results will be presented in
this chapter in order to provide the answers of the two research questions: 1) What are the
sources of L2 speaking anxiety that Saudi female learners encounter in foreign language
classrooms? 2) How do EFL Saudi learners perceive the use of specific teaching strategies in
reducing their speaking anxiety?
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A questionnaire adapted from Young’s (1990) questionnaire was administered twice
to 79 Saudi female participants studying at Al-Imam University in their first year in the
College of Economics. The quantitative analysis of the questionnaire and the qualitative
analysis of the interviews revealed a number of factors causing FL learners’ speaking anxiety,
and all the causes were shared by the two groups, the experimental and the control group. The
findings of this study were consistent with the findings of previous studies (Horwitz et al,
1986; Young, 1990; MacIntyre and Gardner, 1991; Young, 1991; Tanveer, 2007; Occhipinti,
2009; Hamouda, 2012; Al-Saraj, 2013).
The study revealed that the participants experienced anxiety when the environment of
the classroom was too formal and strict. The idea of speaking in front of their classmates
using the target language intimidated them due to their fear of being negatively evaluated by
others. Furthermore, it was shown that lack of English vocabulary, and lack of sufficient time
given to the learners while answering or participating in the target language put them in a
different position to the extent that they would keep silent just to avoid any judgmental
situation. In addition, the teachers’ attitudes towards the learners’ mistakes are considered
anxiety-provoking factors. Even more, the way the language teachers corrects their learners’
errors or mistakes can either increase the learners’ speaking anxiety or make them more
stressed, or it can decrease their anxiety and create a relaxed atmosphere where learners can
achieve the goal of learning the target language.
To examine the effect of using specific teaching strategies on reducing students’
speaking anxiety in the experimental group, the data collected after applying the strategies
showed improvement in the learners’ behaviors towards speaking in the target language and
minimize the learners’ feelings of stress and anxiety. By knowing their classmates and
interacting with them, informal safe classroom environment was established. Learners felt
more confident in themselves and in participating because they were able to discuss the
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answers with their groups and that reduced the competitive stress in FL classrooms. Creating
a safe environment where learners supported each other and worked collaboratively
answering and doing all the given speaking activities helped in reducing the fear of being
negatively evaluated. The subjects were able to learn new vocabulary from each other and
improve their grammatical skills as they practiced the language while talking to each other in
the FL classroom.
Although the data collected from the control group showed slight improvements in
some of the learners’ behaviors toward speaking anxiety and started to participate more, a
large number (40%) of learners participated only once or twice during the whole semester.
When the subjects from the control group were asked about this change, they stressed that
knowing their classmates made them less anxious, however, only few learners were affected
by the fact of being familiar with their classmates.
Finally, this study has demonstrated strong evidence that the learners in the
experimental group, who suffered from a high level of anxiety at the beginning of the
semester, were more willing to participate in any speaking activities. By the end of the
semester, they felt that they were more relaxed and encouraged to use the target language in
speaking activities. Using the four teaching strategies helped in creating less formal FL
classrooms where learners expressed their ability to use the target language without any fear
or stress. The learners in the experimental group were open to any correction of the errors
they made while speaking in the target language.
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5.2. Pedagogical implications
As discussed previously, speaking anxiety can prevent FL learners from achieving
their goal of acquiring and using the target language successfully in communicating with
others. Therefore, it is essential that FL teachers address this problem and provide everything
they can to help their students to overcome these feelings of stress and discomfort when
speaking in English. This part of the chapter presents the pedagogical implications of the
study findings related to the sources of FL learners’ speaking anxiety and how to minimize/
reduce it.
As mentioned in the findings of this study, the FL teachers’ attitudes and the way they
control their classrooms can cause or reduce their learners’ speaking anxiety. Therefore, the
FL teacher needs to recognize the existing problem of her/his students’ anxiety while
speaking in the foreign language. The teacher should identify the individuals with signs of
stress and anxiety and try to find ways or strategies to help them deal with it. Thus,
identifying the problem can help in the process of finding the sources and causes of FL
speaking anxiety. Moreover, by investigating the factors causing this problem for the
learners, FL teachers can find solutions to speaking anxiety by using different effective
teaching strategies.
Furthermore, participants in this study asserted that strict and formal FL classroom
environment and the teachers’ attitude towards their learners’ mistakes can affect their
willingness to use the target language. This is considered as one of the causes of FL learners’
speaking anxiety. Based on this finding, FL teachers should create a safe and supportive
environment which can encourage learners to participate and express their opinions on any
given topic. This can be achieved by helping the learners to get to know their classmates, and
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encourage them to work cooperatively with one another. This might help reducing the social
pressure which can cause feelings of anxiety and stress to the learners in FL classroom.
Moreover, this study showed that almost 46% of the participants felt afraid of making
mistakes when speaking in the target language. To overcome this problem, FL teachers
should address learners’ fears of making mistakes while speaking in the target language in FL
classrooms, and assure them that making mistake is a part of the learning process. In addition,
the issue of error correction should be dealt with carefully. FL teachers should take into
consideration the effect of negative evaluation on the learners’ willingness to participate and
use the target language. Therefore, errors should be corrected in a positive way that would
encourage FL learners to participate and use the target language as much as they can.
5.3. Limitations of the Study
It is important to bear in mind the limitations of the present study. The first limitation
involves the sample size of the participants who participated in the interview. Only six
participants were selected randomly to be interviewed due to the short period of time
available to the researcher/teacher to complete her research. A second limitation involves the
participants who only reported some of the anxiety provoking causes but not all of them. A
third limitation concerns the instruments of the study. Classroom observation was not used as
an instrument in this study due to the researcher’s difficulty in observing the subjects’
behaviors in details while teaching the students at the same time, as well as the large number
of students enrolled in the course. However, the teacher/researcher used her own notes which
she took after each class.
Finally, this study is limited to Saudi female students in Riyadh, Saudi Arabia. It is
also limited to students enrolled in their first level in the College of Economics at Imam
Muhammad Bin Saud Islamic University (during the academic year 2013-2014). Hence, the
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study findings cannot be generalized to include students from different departments and
different academic levels.
5.4. Recommendations for Future Research
Due to the study limitations mentioned earlier, the following recommendations are
suggested for future research in FL speaking anxiety.
1. More participants should be interviewed in order to gain more understanding of this
topic in future research.
2. Future research in FL anxiety should use new teaching strategies in order to test out
their effectiveness in reducing students’ speaking anxiety.
3. Studies should be conducted on different academic contexts and different institutions.
4. Finally, future research should consider the use of other instruments (e.g. classroom
observation) to examine further the sources of FL learners’ speaking anxiety.
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Appendix A: The Study Questionnaire

Please choose the appropriate response that reflects your opinion for each of the
following statements:
1 = Strongly Disagree, 2= Disagree, 3= Neither agree nor disagree, 4= Agree, 5=Strongly
Agree
Appendix B
1
1. I would feel more confident about speaking in class if we
practiced more.
2. I would feel less self-conscious about speaking in class in front
of others if I know them better.
3. I feel very relaxed in class when I have studied a great deal the
night before.
4. I am less anxious in class when I am not the only person
answering a question.
5. I think I can speak the foreign language pretty well, but when I
know I am being graded, I mess up.
6. I would be more willing to volunteer answers in class if I
weren't so afraid of saying the wrong thing.
7. I enjoy class when we work in pairs.
8. I feel more comfortable in class when I don't have to get in front
of the class.
9. I would enjoy class if we weren't corrected at all in class.
10. I am more willing to speak in class when we discuss current
events.
11. I would get less upset about my class if we did not have to cover
so much material in such a short period of time.
12. I enjoy class when we do skits in class.
13. I would feel better about speaking in class if the class were
smaller.
14. I feel comfortable in class when I come to class prepared.
15. I am more willing to speak in class when we have a debate
scheduled.
16. I like going to class when we are going to role play situations.
17. I would not be so self-conscious about speaking in class if it
were commonly understood that everyone makes mistakes, and
it were not such a big deal to make mistake.
18. I prefer to be allowed to volunteer an answer instead of being
called on to give an answer.
19. I am more willing to participate in class when the topics we
discuss are interesting.
20. I would be less nervous about taking an oral test in the foreign
language if I got more practice speaking in class.
21. I feel uneasy when my fellow students are asked to correct my
mistakes in class.

2

3

4

5
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Appendix B: The Study Questionnaire in Arabic

نور من ِ مك رثتن لتعبئة هذا االستبي ن حول "التوتر و القلق عند التحدث باللغة االنجليزية في صف
اللغة االنجليزية" ل ل صراحة وكم نه  .سيتم التع مل مع االج ل ي في هذه االستب نه لسرية ت مة ولن يتم
استخدامه إال لغرض الدراسة .ش را ل ِ مك رثت وصدق في تعبئة هذا اإلستبي ن و ونقدر ل تع ون .

العمر........................................:
ال لية  /القسم.........................................:
المستوى.................................. :
لدر سنواي رراسة اللغة االنجليزية.....................:
 مستوى ال لبة في موار اللغة االنجليزية لك ل ل ح:
ممت ز – جيد جدا – جيد – مقبول – ضعي
 مستوى ال لبة في م ر اإلستم

والمح راة:

ممت ز – جيد جدا – جيد – مقبول – ضعي

الرجاء اختيار اإلجابة المناسبة التي تعكس مدى تأييدك لكل من النقاط التالية كما أن اإلجابة هي أحد
الخيارات التالية:
 =1أعارض بشدة  =2 ،أعارض  =3 ،غير موافق أو معارض  =4 ،موافق =5 ،موافق بقوة
1

أشعر بثقة أكبر عند التحدث في الصف في حالة أننا تدربنا على ذلك أكثر.

1

2

3

4

5

2

أشعر بخجل أقل عند التحدث في الفصل أمام اآلخرين إذا كنت أعرفهم بشكل أفضل .

1

2

3

4

5

3

أشعر باسترخاء أكثر في الصف اذا كنت قد قمت بدراسة جزء كبير من المادة في الليلة التي تسبق حضوري للدرس.

1

2

3

4

5

4

أشعر بتوترأقل بالصف عندما ال أكون الشخص الوحيد الذي سيجيب على السؤال.

1

2

3

4

5

5

أعتقد بأنني قادرة علي تحدث اللغة األجنبية جيدا ،ولكنني أقوم بارتكاب االخطاء عندما أعرف بأنه سيتم تقييمي.

1

2

3

4

5
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6

أكون أكثر استعدادا لالجابة تطوعيا َ لو لم أكن خائفة من قول اإلجابة الخاطئة.

1

2

3

4

5

7

استمتع بالدرس عندما نعمل سويا َ مع الطالبات االخريات.

1

2

3

4

5

8

أشعر بمزيد من الراحة عندما ال أكون مجبرة على الوقوف والتحدث أمام الطالبات في الصف.

1

2

3

4

5

9

أستمتع بالدرس إذا لم تصحح أخطائنا على اإلطالق.

1

2

3

4

5

10

أكون أكثر استعدادا للتحدث بالصف عندما نناقش االحداث الجارية.

1

2

3

4

5

11

أشعر بقليل من القلق بشأن المادة إن لم يكن علينا تغطية الكثير من محتوى المادة في وقت قصير.

1

2

3

4

5

12

استمتع بالصف عندما نقوم بتأدية مسرحيات فكاهية قصيرة.

1

2

3

4

5

13

أشعر باني أفضل عند التحدث في الصف إذا كان حجم الفصل أصغر.

1

2

3

4

5

14

أشعر بالراحة في الصف عندما أحضر وقد قمت بتحضير المادة.

1

2

3

4

5

15

أنني علي استعداد اكثر للحديث في الصف عندما يكون هناك نقاش تم الترتيب له مسبقا َ.

1

2

3

4

5

16

أحب الذهاب للصف إذا كنا سنقوم تمثيل األدوار.

1

2

3

4

5

17

لن أشعر بالخجل عند التحدث في الصف لو فهم الجميع إن كل انسان يرتكب األخطاء،وأن ارتكاب األخطاء ليس أمر فادح

1

2

3

4

5

18

أفضل أن يسمح لي بالتطوع لإلجابة عن السؤال بدال من مناداتي لإلجابة .

1

2

3

4

5

19

انا علي استعداد كبير للمشاركة في الصف عندما تكون الموضوعات المطروحة للنقاش موضوعات مثيرة .

1

2

3

4

5

20

أشعر بقليل من القلق عند الخضوع ألختبار شفهي في اللغة األجنبية إذا تمرنت كثيرا على التحدث في الصف.

1

2

3

4

5

21

أشعر بعدم اإلرتياح عندما يطلب من زمالتي الطالبات تصحيح آخطائي في الصف .

1

2

3

4

5
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Appendix C: Pre-study Interview Questions
1. Do you prefer answering questions orally or writing the answers in English class? Why?
2. Do you think that you can speak English better than your classmates?
3. Are you afraid of making language mistakes while speaking in English?
4. Do you think that the way of correcting language mistakes in English class has a negative
effect on your willingness to speak in English? Why?
5. Does the previous knowledge of the topic that is being discussed help in the reduction of
your speaking anxiety and make you more confidents while speaking?
6. Does your classmates’ opinion affect your willingness to speak and participate in the
English classroom?
7. Can the idea of being evaluated affect your willingness to speak in the foreign language
classroom?
8. Do you think that group work can reduce your speaking anxiety in English classroom?
9. Would you feel less anxious if you know all your classmates?
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Appendix D: Pre-study Interview Questions in Arabic
 .1هل تفضلين اإلج لة شفهي َ كو ثت لي َ في ص

اللغة اإلنجليزية؟ ولم ا؟

 .2هل تعتقدين ان تست عين التحدث ل للغة اإلنجليزيه كفضل من زميالت ؟
 .3هل تخكين من ارت ب اٌألخ

لند التحدث ل للغة اإلنجليزية في ص

 .4هل تعتقدين لأن ال ريقة المستخدمة في تصحيح األخ

في ص

اللغة اإلنجليزية؟ ولم ا؟

اللغة اإلنجليزية قد تؤار سلب َ لل تحدا ل للغة

اإلنجليزية؟ ولم ا؟
 .5هل يس لد اطالل المسبق لل الموضو الذي يتم من قكته في ص

اللغة اإلنجليزية لل التقليل من التوتر والقلق

والمس لد لل زي ر اقت لنفس كان التحدث ل للغة اإلنجليزية؟
 .6هل يؤار ركي زميالت لل استعدارك للتحدث والمك رثة في ص
 .7هل تؤار ف ر التقييم لل استعدارك للتحدث في ص

اللغة اإلنجليزية؟

اللغة اإلنجليزية؟

 .8هل يس لد العمل ثمجمول ي لل التقليل من التوترك والقلق لند التحدث في ص

اللغة اإلنجليزية؟

 .9هل تس لد معرفت المسبقة لزميالت ال لب ي لل التقليل من التوتر اان التحدث في ص

اللغة االنجليزية؟
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Appendix E: Post-study Interview Questions

1. Did the fluency building activity which we used during the semester helped in reducing
your speaking anxiety? How?
2. Do you think that taking turns answering questions had an effect in reducing your
speaking anxiety?
3. Did the use of group work during the semester helped in reducing your speaking anxiety?
4. Do you think that correcting all the mistakes students made as soon as they made them
helped you speak in English more?
5. In your opinion what was the most effective strategy we used during this semester?
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Appendix F: Post-study Interview Questions in Arabic

 .1هل س لد نك ط لن ال القة الذي استخدح خالل الفصل الدراسي لل الحد من توترك كان التحدث ل للغة
األجنبية؟ ثي ؟
 .2هل تعتقدين كن التن وب لل االج لة في ص

اللغة االجنبية س لد لل الحد من توترك وقلق لند التحدث

ل للغة االجنبية؟
 .3هل س لد العمل الجم لي في ص
 .4هل تعتقدين كن تصحيح األخ

اللغة االجنبية لل الحد من توترك وقلق حي ل التحدث ل للغة االجنبية؟
التي ترت به ال لب ي لمجرر حدواه س لدت ِ لل التحدث ل للغة األجنبية؟

 .5في ركي م هي كثرر اإلستراتيجي ي المستخدمه خالل هذا الفصل الدراسي ف للية؟
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Appendix G: Samples of the Interviews
Student’s First interview (Maha)
Researcher: Do you have any problem in English?
Student: Yes, I think. I understand what is being said but I cannot reply or answer.
Researcher: You cannot speak in English?
Student: Yes. But some time I understand.
Researcher: Why do you think that you cannot speak in English?
Student: Maybe. I do not know a lot of English words and I cannot form a sentence.
Researcher: So you do not feel afraid or anxious?
Student: Sometime I feel afraid.
Researcher: Why?
Student: I am afraid that the answer or the word order is wrong or when I am not sure about
the wording.
Researcher: Do you prefer answering questions orally or to write the answers in English
class? Why?
Student: Orally maybe. It depends on the situation.
Researcher: For example if you are going to have a quiz, what do you prefer it to be orally or
written?
Student: Writing is better because I don’t have to face any one. Only the teacher will see my
mistake.
Researcher: You do not want people to judge you?
Student: Yes. Something likes that.
Researcher: Do you think that you can speak in English better than your classmates?
Student: No. there are some students who are better than me.
Researcher: Are you afraid of making language mistakes while speaking in English? Or do
you think that it does matter I am just need to talk?
Student: No. it depends. I am afraid of making mistakes especially when I am not sure about
the answer.
Researcher: Why do you feel afraid?
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Student: Some teachers would not accept us making mistakes, and I feel afraid especially
when the class is filled with students.
Student: Also it depends on the situation If I am being evaluated or not.
Researcher: Do you think that the teacher would take a bad expression about you?
Student: Yes. Maybe
Researcher: Do you think that the way of correcting language mistakes in English class has a
negative effect on your willingness to speak in English?
Student: Yes. Some time it affects my willingness. Some time I may have another answer
but the teacher would not give me time to correct myself. I prefer that the teacher correct my
mistakes not my classmates.
Researcher: Why?
Student: Not for a specific reason. Just for that.
Researcher: Ok. Dose the previous knowledge of the topic that is being discussed help in the
reduction of your speaking anxiety and make you more confidents while speaking?
Student: It is better to know the topic before discussing it in the class because we will have
time to prepare.
Researcher: Does your classmates’ opinion affect your willingness to speak and participate
in the English classroom?
Student: Yes. I will feel embarrassed a little bit.
Researcher: Can the idea of being evaluated affect your willingness to speak in the foreign
language classroom?
Student: Yes. It affects my willingness to speak.
Researcher: Do you think that group work can reduce your speaking anxiety in English
classroom?
Student: Yes. It is better. We can work together, help each other, and we will know what to
say.
Researcher: Would you feel less anxious if you know all your classmates?
Student: Yes. It is better to know them. I would feel more relaxed.
Researcher: In the questionnaire you agreed on number 5 “I think I can speak the foreign
language pretty well, but when I know I am being graded, I mess up” then change your
answer to neither agree nor disagree, why?
Student: I feel that I can talk but when I am being evaluated I got scared.
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Researcher: In statement 10 “I am more willing to speak in class when we discuss current
events.” you disagree then changed the answer to agree?
Student: It depends on the topic and if we going to discuss in groups or not.
Researcher:” I would not be so self-conscious about speaking in class if it were commonly
understood that everyone makes mistakes, and it were not such a big deal to make mistake”
what do you think?
Student: I agree.
Researcher: Why?
Student: Students may judge me if they do not know me well. If I know them all I t will
encourage me to participate and speak in English.
Researcher: Do you want to add something?
Student: Yes. The presentation, it is hard to stand in front of the students spicily if the class
was big.
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Student’s second interview (Reem)
Researcher: Did the fluency building activity which we used during the semester helped in
reducing your speaking anxiety? How?
Student: Yes it helped. I used to be shy at the beginning of the semester and that prevent me
from taking and participating. However, now I feel more relax in the English classroom
because I know my classmates will. I have no problem participating now.
Researcher: Do you think that taking turns answering questions had an affect on reducing
your speaking anxiety?
Student: Yes. It was good. I started to focus more because I know when it is my turn to
speak and participate. I felt prepared and ready to speak in English.
Researcher: Did the use of group work during the semester helped in reducing your speaking
anxiety?
Student: It was good working in a group. When I did not know something, I could discuss it
with them and they will explain it to me, and this encouraged me to participate because I
know the answer.
Researcher: What about error correction. Do you think that correcting all the mistakes
students made as soon as they made them helped you speak in English more?
Student: It is better. The mistake will be clear and because I know the correct pronunciation
of words for example. I’m more encouraged to use the language now.
Researcher: In your opinion what was the most effective strategy we used during this
semester?
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Student: All the strategies were good and helped and encouraged me to participate and speak
in the English classroom.

